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Abstract

This study involved thé assessment of classroom teachers'
standardized and mastery program testing needs and proficiencies
by a random sample of Ohio principals and supervisors (N=586).
The findings from the investigation lent support to the
conclusions of other researchers that teachers need more training
in testing skills and that preservice training in testing skilis
may not be meeting the needs of classroom teachers. Both
supervisors and principals rated beginning teachers' testing
proficiencies lower than they rated the teachers' need for these
skills in order to perform successfully in the classroom.
Supervisors and principals rather consistently agreed with one
another about the level of the teachers' testing proficiencies
and the level of the needs of the various testing skills to
assure teaching success. Neither teachers' mastery nor
competency testing program needs or proficiency ratings differed
significantly when they were classified by employing school
setting (rural, urban, and suburban); however, both teachers’
needs and proficiencies for standardized testing program ratings
differed significantly when the teachers and administrators were
élassified by their grade lévelAresponsibilities (elementary,

middle, and secondary).
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Standavdized and Competency Testing Programs:
Classroom Teachers' Needs and Proficiencies As Viewed
by Principals and Supervisors

Educational policymakers have advocated increased use of
tests in the 1980's as a solution to perceived weaknesses in
public education for what some educators have called measurement-
driven instruction. This movement in turn has led to a
heightered concern about testing and teachers' competence in the
use and interpretation of these tests. Even though policymakers
appear to have confidence in testing as a major mechanism for
re “orming our educational system, the general educational
community as well as the professional testing community remain
skeptical that testing alone 1s sufficient to meet the task of
educational reform (Madaus, 1985). For example, Brandt stated in
his introduction to the October (1985) issue of Educational
Leadership which was devoted to solutions to the testing probler
in the schools that the vast majority of teachers and principals
distrust standardized tests, that they are weary of being
compared and having children compared in ways they consider
destructive, and that they see evidence that the testing tail is
increazsingly wagging the curriculum dog.

It appears that we have limited knowledge about the actual
impact of testing upon day-to—-day classroom activities and in

particular about what Linn (1983) referred to as the link between
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testing and instruction. The exact nature of this "1link" between
testing and instruction and how it functions in the day-to-day
classroom setting appears to be largely unknown for teacher-made
tests (Gullickson, 1984) and to be a relatively unclear, weak and
indirect linkage for standardized tests (Tyler & Sheldon, 1979).

When teachers were asked to provide self-reports about their
understanding of and use of standardized test results in their
classroom activities, Stetz and Beck (1981) found that only 597
of their sample of 3000 teachers said that they made “some" to
"oonsiderable" use of standardized test results. Similarly,
Stiggins and Bridgeford (1985) in a survey of 228 teachers found
that only 45% reported being "comfortable" in the use of
standardized test scores and that another 357 reported no use of
the scores. Eur%her, when this latter sample of classroom
teachers was asked to check their specific uses of standardized
test scores, just 17% checked diagnosis of student performance,
just 257 checked instructional grouping, and just 197 checked
reporting to others as their uses for standardized test scores.
Similarly, K 4s, Porter, Floden, Freeman, Schmidt, and Schwille
(1985) reported that standardized test scores had little
influence on the daily instruction of their sample of elementary
grade teachers.

Salmon-Cox (1981) used extensive interviews to determine the

views of 68 elementary teachers regarding the roles and uses of
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standardized achievement tests in the public schools. She found
that these teachers perceived the primary role of schools to be a
"socializing" function; whereas the "basic skills" function (and
related formal measurement of skills) was perceived to be
subordinate to the socializing function. Secondly, these
teachers reported that "observations" and "teacher-pupil social
interactions" were their primary means of assessing student
performance and that the results of these assessment strategies
were of much more significance than the results of standardized
achievement tests in influencing their classroom instruction.
These teachers described standardized achievement tests as being
too narrow in curricular scope and as providing feedback too
delayeé to be of practical value in day-to-day classroom
decision-making. Further, these teachers described standardized
aptitude tests as primarily fulfilling a "gatekeeping" function
in assigning students to special education programs and as not
primarily serving a classroom instructional function.' The role
of standardized achievement tests in classroom instruction,
however, was perceived by these teachers as being broader than
that of the aptitude tests. Nevertheless, the role of the
standardized achievement tests was described as being limited to:
a) a supplementary or confirmatory function relative to the

inforration gathered through observations, b) a guide or check on

pupils’ curricular progress perhaps leading to a decision to
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sperid more time on some curriculum area, -and ¢) an adjunctive
check on previously made student grouping decisions. In light of
these teacher perceptions of the functions of tests and how these
elementary teachers described their use of test scores in the
classroom, Salmon-Cox concluded that the frequently expressed
concern of te;chers' misuse or over-use of test scores appears to
be unwarranted. For example, she found that students' low
standardized test scores tend to be discounted by classroom
teachers while students' high standardized test scores act as a
"red flag" to teachers signaling for an upward reassessment of
their expectation of students. She also found that these
teachers did not allow test score knowledge to result in the
"labeling" of their students.

The conclusion of Salmon-Cox, that standardized test scores
have little effect upon teacher ratings of students and that when
an influence does occur it results in the teacher's upward
reassessment of a student, is supported by an experiment reported
by Airasian, Madaus, Kellaghan, and Pedulla (1977). These
researchers studied the effects of the presence of standardized
achievement test scores on second grade teachers' ratings of
students. They found that the presence of test scores influenced
changes in teacher ratings of their students in only 7% to 10Z of
the cases and that all changes resulted in increased ratings of

student performance. In other words, this sample of teachers
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also discounted lower than expected standardized achievement

scores but valued and acted upon the higher than expected scores.

Relative to educational administrators' use of standardized
test scores, Sproull and Zubrow (1981) reported tne 1esults of
extensive interviews with 58 administrators in 18 school systems
using much the same interview format as used in the previously
reported Salmon-Cox study. They interviewed administrators in
charge of school testing programs, superintendeqts, directors of
curriculum and instruction, and directors of pupil personnel
services. These administrators described the general purpose of
standardized testing as being for a) student diagnosis and
placement, b) program evaluation, and c) reporting student and
school progress to others. They reported infrequent use of
individual students' standardized test scores while describing
curriculum checks and comparisons of current class performance
with national or local norms as their predominant uses of the
results of standardized tests. They also indicated that they did
not act on class Or group scores aloﬁe, but rather would raise
questions relative to discrepant scores with responsible staff
after which a collective decision would be made. These
administrators further stated that they believed that the primary
benefits of a school standardized testing program accrued to
others, namely, those closely tied to the instructional

activities. Conversely, the teachers interviewed by Salmon-Cox
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reported that they felt that the primary benefits of their
school's testing program accrued not to themselves but to others.
Thus, it would appear that neither teachers nor aduinistrators
feel that school standardized testing programs operate primarily
for their benefit.

Regarding teacher training for and teacher proficiency in
the interpretation and use of standardized tests, the educational
literature commonly appears to convey the assumption that both
are inadequate (Mehrens & Lehman, 1987). ,Illustrative of
education literature wherein this assumption is made is Lambert's
(1980-81) nation-wide survey of officials of teachers
associations, of chairpersons of state legislative educational
committees, and of deans of the three largest teacher training
institutions in each state. Based upon these self-reports of
individuals “—ho were basically removed from day-to-day classrooc
practices, Lambert concluded that: a) teachers' attitudes toward
standardized tests are negative, b) teachers need to learn more
about tests and their use, and c¢) teachers need to be cautioned
against over-reliance on tests. Despite what appeared to be
almost a consensus among the three groups of respondents that
classroom teachers need further training in testing skills,
Lambert found that approximately 257 of the responding deans

indicated that their institutions did not require and did not

intend to require an evaluation or tests and measurements course
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to be taken by their teacher candidates. A few studies that
gathered data directly from practicing teachers support the
assumption that teacher training and teachers' proficiencies in
‘ testing are inadequate. For example, Yeh (1978) and Fleming
(1979) reported that inservice teachers desire more training in
measurement skills, and the results of still other studies
suggest that teachers' testing needs are not being well met by
either preservice or inservice training (Gullickson, 1986;
Gullickson & Ellwein, 1985; Wanous & Mehrens, 1981).
Purpose
The overall purpose of this study was to gather and analyze
data related to teachers' need for and their proficiency in
various competencies related to school standardized and
competency testing programs. More specifically, this study was
designed to solicit principals' and supervisors' assessments of
their teachers' need for various testing competencies and aiso to
solicit principals' and supervisors' assessments of their typic:zl
beginning teachers' levels of proficiency in these same
competency areas.
The following four hypotheses guided the investigation:
1) The supervisors and principals will indicate that their
beginning teachers are adequately trained relative te
the competencies needed for standardized and competency

testing programs in their schools. Specifically, it

i0
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was hypothesized that the administrators' ratings of
the teachers' need for the standardized and competency
(mastery) testing competencies would not differ
significantly from their ratings of beginning teachers'
proficiencies in these same competency areas.

The supervisors and principals with different grade
level and school type sssignments will not differ in
theilr ratings of classroom teachers' testing needs and
related beginning teachers' proficiencies.
Specifically, it was hypothesized that the ratings of
classroom teachers' testing needs and beginning
teachers' proficiencies would not differ significantly
when administrators' ratings were classified by:

a) elementary as compared to middle and high school
grade assignments, and b) rural as compared to urban
and suburban school assignments.

The supervisors and principals will rate their
beginning teachers' competencies related to
standardized and competency testing programs as high or
higher than they will rate their beginning teachers'
competencies in: a) knowledge of their subject area,
b) their other professional education competencies, and

c) their overall competeacies as educators.
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&) The supervisors and the principals will be in accord
regarding their perceptions of the relative levels of
teachers' needs and proficiencies associated with
standardized and competency testing programs.
Specifically, it was hypothesized‘that the supervisors'
ratings when compared to the principals' ratings would
not differ significantly for their: a) teachers'
testing competency needs, and b) beginning teachers'
proficiencies in the testing competencies.

Method

An instiument designed to assess classroom teachers' testing
needs and proficiencies was constructed and mailed to a
stratified random sample of teacher supervisors and building
principals in Ohio during the winter of 1986. The names and
school addresses of these administrators were randomly selected
from the state directory of schools with the directory
classifications of type of scnool system (city,. exempted village,
and county local), administrative assignment (principal and
supervisor), and school grade lavel (elementary, middle, and
secondary) used as strata. A .otal of 800 assessmeal instrumerts
were r=iled from which 586 (73%) usable responses were obtained

after two follow-up contacts of nonrespondents. A total of

229 supervisors, 313 building prircipals, and 44 individuals ic
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related supervisory roles (coordinators of curriculum or
instruction, etc.) returned usable assessment forms.

The part of the assessment instrument related to the present
paper consisted of a 15-item listing of competencies related to
the interpretation and use of standardized (purchased) tests and
minimum competency (mastery) tests. These items were selected
from a longer list of researcher constructed items and then
reviewed for appropriateness by a team of five professors
primarily responsible for the instruction of the tests and
measurements course required of preservice teachers at Bowling .
Green State University. The items were grouped into two sections
of the assessment instrument with nine items identified as
déﬁ;gﬁzéggAzggzh;éiéfza‘bdﬁﬁzféﬁbféé“ﬁha’§1§”1f§ﬁ§‘identified“as
competency or mastery testing program competencies. Two five-
point ('5' as high and 'l' as low) Likert-type response scales
were provided for each competency item and were identified as:
"need of this competency to be a successful teacher in your
school" and "average proficiency of your typical beginning
teachers in this competency." The raters were directed to
disregard specialized area (art, music, shop, etc.) and special
education teachers and to respond relative to the needs and
proficiencies of elementary grade and the various subject area
teachers. Each respondent was also asked to indicate the nature

of his/her school(s) assignment (rural, urban, or subu.:an) and
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the grade level range of his/her primary assignment (elementary,
middle ‘grades, secondary, K-12 grades, or other). Those
respondents placing themselves in the "other" or "K-12" grade
level categories were excluded from the later analyses related to
grade level assignment. \Additionally, the respondents were asked
to rate the proficiency of their typical beginning teachers'
testing and evaluation skills as compared to their proficiency in
three other skills areas on Likert-type five-point scales ('l'
mch below average to 'S' well above average). These three other
skills aresas were identified as: the beginning teachers' subject
area knowledge, the beginning teachers' knowledge and skills in
other professional education competencies (planning, discipline,
etc.), and the beginning teachers' overall skills as educators.
Results

Hypothesis One: Teachers' Level of Reed Versus Their Proficiency

£ t test of the difference between dependent means was used
to analyze the combined supervisors' and principals' ratings
(N=586) of their classroom teachers' need for as compared to
their typical beginning teachers' proficiency in each identified
competency. These t test comparisons were completed between the
need rating mean and the proficiency rating mean for each of the
nine purchased test competency items and for each of the si;

competency testing program items; also, t-ratios were completed

for both sets of combined 1tems (need as well as proficiency) for
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the standardized as well as the mastery sections of the
instrument.

The t test analysis procedures resulted ir the rejection of
hypothesis one as significant differences (p < .0005) between the
need and proficiency rating means were noted for each of the 15
competency items as well as for the combined totals.

Descriptions of the items on the assessment instrument, need and
proficiency rating means, t-ratios, and other data related to
these analyses are presented in Table 1. For each of the 15
competency items the combined group of respondents (supervisors
and principals) rated the classroom teachers' mean need for the
competency significantly higher than they rated their typical
beginning teachers' average level of proficiency in that same
competency area. This would suggest that the administrators felt
that their typical beginning teachers' testing proficiencies were
inadecuate to meet the needs of their jobs. The need and
proficiency rating means for the combined items for the purchased
test competencies were, respectively, 3.80 and 2.72 (t = 30.16,

p < .0005) and for the mastery testing items the need and
proficiency means, respectively, were 4.22 and 2.82 (t = 20.71,

p < .0005).

To better identify which begimning teachers' competencies
the respondents reported as being most deficient in proficiency

relative to need for classroom success, a discrepancy index was
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calculated for each item (need rating mean minus proficiency
rating mean}; each item was then ranked over the total 15 items
relative to the magnitude of this discrepancy index (see

Table 1). The mastery program testing items revealed higher

|
|
discrepancy values (i.e., lower relative teacher proficiencies)
than did the competency items related to the purchased or
standardized testing program items. These larger discrepancies
on the mastery testing items appeared to result primarily from a
higher need rating assigned to these competencies by the
administrative raters rather than from relatively lower
proficiency ratings of the teachers (i.e., the total need mean
for the purchased test competencies was 3.80, whereas the
comparable total need mean for the mastery testing items was
4,22). The items with the three largest discrepancy scores for
the purchased testing program were: using scores to identify )
student deficiencies; reporting scores to students and parents;
and use of school test scores to assess day-to-day curriculum.
The three items with the largest discrepancy scores for the
mastery testing area were: using scores in making instructional
decisions for individual pupils, writing mastery tests for

individualized instructional plans, and identifying basic skills

and stating objectives in mastery units.
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Hypothesis Two: Needs and Proficiencies by Grade and School

A series of one-way ANOVA procedures were used to analyze
the ratings of the administrators when they were classified by
their grade level assignment (elementary, middle school, and
secondary school) and their school assignment (rural, urban, and
suburban). For each classification, a separate ANOVA analysis
was completed for each of the 15 need and proficiency items and
for the two sets of total means.

The ANOVA analyses related to hypothesis two revealed that
there were no significant mes. differences between urban, rural,
and suburban administrator's ratings of teachers' needs or
proficiencies for either the purchased test or mastery test
competencies. However, when the administrators' ratings were
classified by grade level, significant mean differences were
identified among the ratings of the teachers' purchased test
competency needs and among the ratings of -the -teachers' purchased
test proficiencies as presented on Table 2 but not among the
ratings of teachers' mastery test competency needs nor among the
ratings of teachers' mastery test.

The elementary administrators rated both the classroom
teachers' need for and their beginning teachers' proficiencies on
the purchased test competencies higher than did the middle or

secondary administrators. The average combined need rating means

for the nine items were 4.04 for elementary, 3.77 for middle
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grade, and 3.53 for secondary administrators (F = 23.07,

p < .0005); similarly, the combined teachers' proficiency
rating means for these three respective groups were: 2.85, 2.72,
and 2.65 (F = 4,31, p < .,0i4). As shown on Table 2, significant
mean differences among the administrators' need ratings when
grouped by grade level were noted on each of the nine purchased
test competencies (p < .01); whereas significant mean differences
(p < .05) were found between the three groups of administrators’
rating of beginiing teachers® proficiencies on five of the nine
purchased test competencies.

The total need means for the purchased test competencies
wvhen raters were classified by type of school assignment were:
rural 3.74, urban 3.81, and suburbaan school raters 3.80 (F = .54,
p < .58). The total need means for the mastery competency
section were: rural 4.23, urban 4.02, and suburban school raters
4.19 (F = .18, p = .40). The total proficiency means for the
purchzsed and mastery sectionms, respectively, were:‘;rpral 2.74,
urban 2.78, and suburban 2.67 (F = 1.09, p = .34), and rural
2.78, urban 2.98, and suburban 2.74 (F = 1.45, p = .24). This
particular set of data is not reported in tabular form.

The failure to identify significant mean differences between
administrators' ratings when classified by type of school
assignment (rural, urban, and suburban) but the identification of

significant differences between the administrators' ratings when
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classified by the grade assignment classification would suggest
that beginning teachers were seen as having similar levels of
testing needs and proficiencies in different types of schools;
however, the elementary, middle, and secondary administrators
perceived classroom teachers' needs for purchased testing (but
not mastery testing) competencies and beginning teachers'
proficiencies in these competencies differently. Both teachers'
needs and teachers' proficiencies in competencies related to
purchased or standardized tests were perceived as being lower at
the upper grade levels than at the elementary or middle grades.

Hypothesis Three: Testing Versus Other Professional Competencies

As indicated before, the administrative respondents were
requested to make overall comparative assessments of the
proficiency of their typical beginning teachers in tests and
evaluation competencies relative to these three areas: knowledge

of their subject fields, their other professional education

. skills (such as planning, discipline, etc.), and their overall

skills as educators.

The responses to this section of the questionnaire were
analyzed by grade level and type of school assignment for the
total group of respondents and for supervisor ratings as compared
to principal ratings. When the combined group of administrators
(principals and supervisors) was classified by grade assignment

(elementary, middle, or secondary schools) and by type of school
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(rural, urben, or suburban), no significant mean differences for
any of the three comparisons were found among either the grade
level or type of school classifications. The principals’' as
compared to t#e supervisors' rating means, however, were
significantly different for each of the three items. As can be
seen in Table 3, for each of the three items the supervisors'
rating mean of the beginning teachers' cdﬁpetencies was
significantly lower than the principals' rating mean.

Hypothesis three was rejected as eight of the nine item
rating means (see Table 3) for the principal, supervisor, and the
total group of respondents were below the scale average (below
3.0). Thus, it is evident that these principals and supervisors
generally perceived beginning teachers as being less proficient
in testing and evaluation skills as compared to their proficiency
in other professional skills.

Hypothesis Four: Comparison of Principal and Supervisor Ratings

A series of independent t tests were used to determine
whether or not the supervisors and principals differed
significantly in their ratings of teachers' classroom testing
needs and beginning teachers' proficiencies on each of the
15 competencies (and totals) constituting the mastery and
purchased tests sections of the assessment instrument. The

results of these analyses revealed several differences between
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the principals and supervisors as reported on ‘fable 4 and thus
led to the rejection of the fourth null hypothesis.

The comparisons of principals' ratings with supervisors'
ratings of beginning teachers' needs and proficiencies for the
15 competencies resulted in the identification of seven
significant individual competency item mean differences (p < .05)
among the 30 t-ratio comparisons. The finding of seven
differences among the 30 comparisons, although not overwhelming,
is almost five times the number that would be expected by chance
alone with alpha set at p < .05. Even though some differences
were roted for individual items, 1ack of significant mean
diffzrences on the combined items means for the two sections
suggests some agreement between the two groups about both
teachers' testing proficiencies and teachers' testing needs.
This agreement between the two groups of raters is more evident
among the mastery test competencies where just one of the 12 item
comparisons resulted in a significant difference.

Each of the five "need" competency items revealing a
significant mean difference between the two groups of raters was
rated higher by the supervisors as compared to the principals.
Further, this pattern of higher supervisors' need ratings than
principals' was the general pattern across all 15 competency

items.

DO
e




Needs and Proficiencies

21

The series of comparisons between the principals' and the
supervisors' mear ratings of beginnirg teachers' proficiencies in
these 15 competency areas revealed only two signiZicaut
differences (p < .05). The overall pattern of differences,
although not significant, suggests higher principal ratings of

.beginning teacher testing and evaluation proficiencies as
compared to the supervisors ratings (higher numerical principals’
ratings on all but two competencies).

If one examines the principals' and supervisors' responses
to the mastery testing competencies separate from the purchased
test competencies, it can be concludzd that no significant
differences existed between the principals' and supervisors'
ratings as the one observed difference among 14 comparisons could
be expected b; chance alone. When, however, the two sections are
examined together, one notes that the pattern of rating means
(e.g., the pattern of supervisors providing higher need ratings
but lower proficiency ratings) is very consistent over both the
mastery and purchased tests. This trend would certainly seem to
indicate that supervisors and principals rate teachers' needs and
proficiencies differently.

Even though the principals tended to rate the beginning
teachers' proficiencies higher and classroom needs lower than did
the supervisors as presented on Table 4, it is evident from

examining the relative ordering of the item rating means that the
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twe groups of raters were in very high agreement about the
relative levelfr of classroom teachers' and proficiencies (e.g.,
which skills were higher or lower among the 15 competencies). To
zssess the extent of this relative agreement between the
principals' and supervisors' proficiency rating means and between
their needs rating meanrs over the 15 competencies, both sets of
15 iter means {needs means and proficiencies means) were rank
ordered and Spearman Rho coefficients of .96 ard .93
respectively, were calculated. The magnitude of these
coefficients confirms that the supervisors' and principals'
ratings of both teachers' needs and teachers' proficiencies
suggest an agreement between the two rater groups in the ordering
of the Importance of the various testing needs and in the
ordering the various teachers' proficiencies.

Irn respect to the nature of the competency items revealing
significant differences between the two groups of raters, the
supervisors rated just two teachers' proficiencies significantly
lower than did the principals: dinterpreting standard scores,
percentile ranks, grade equivalents, etc. and use of test scores
t.o assess day to day curriculum. Conversely, the supervisors
rated five competencies significantly higher than did the
principals on the needs scale: using scores to identify student
deficiencies, interpreting class and individual profiles and

charts, use of test scores to assess day to day curriculum,

DN
w




Needs and Proficiencies

23

preparation of students for taking standardized tests, and
interpreting criterion-referenced checklists on objectives based
tests. Only on a single competency item, use of test scores to
assess day~to-day curriculum, did the two groups rate both need
and proficiency significantly different.

Summary and Discussion

Review of Findings

The administrators (principals and supervisors as a single
group) rated classroom teachers' needs higher than they rated
their typical beginning teachers' proficiencies in competencies
relative to purchased tests and competency testing programs.
This diffeéence suggests that beginning teachers' proficiencies
are below the classroom instructional demands as viewed by these
administrators.

The administrators assigned to elementary, middle, and
secondzry level schools differed significantly in their ratings
of both the classroom teachers' needs and beginning teachers'
proficiencies associated with purchased testing program
competencies. The secondary level administrators tended to rate
both classroom instructional needs and teachers' proficiencies
related to purchased testing competencies lower than did the
administrators assigned to the elementary and middle grade
levels. Conversely, however, the administrators' ratings of the

competency (mastery) testing program items did not differ by
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grade level assignment or by type of school assignment (rural,
urban, and suburban) and also the administrators' ratings of the
teachers' standardized testing itew needs and proficiencies did
not differ by type of school assignm:int.

The administrators did not rate typical beginning teachers'
proficiencies in testing and evaluation skills as high or higher
than they rated the same teachers' knowledge in their subject
areas, teachers' other professional competencies (e.g., classroom
discipline, etc.), or teachers' overall proficiencies as
educators. It was also found that the principals' rating means
differed from those of the supervisors' rating means on seven of
the 30 teachers' testing proficiency and need means. The
supervisors generally rated needs higher and teachers'
proficiencies lower than did the principals.

Discussion

The data obtained from this Investigation would tend to
support Lambert's (1980-81) conclusion that teachers need more
training in the field of testing and evaluation and the
conclusion of Gullickson (1986) and others that preservice
training in testing and evaluation may not be meeting the needs
of classroom teachers. Further, this data suggests that
beginning teachers may be less proficientktesting and evaluation

skills as compared to their other professional skills.
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The significant differences found between administrators'
ratings when classified by grade level reéponsioilities indicate
that they consider standardized achievement tests to be less
needed in the upper grades as compared to the lower grades and
they perceive upper grade level teachers to be less proficient in
vorking with purchased achievement tests than are teachers in
lower grades. Both of these f£indings may reflect nothing more
than the practice of administrators and teachers in the
elementary grades placing more emphasis upon pupils' basic skill
development and related frequent standardized achievement testing
than do secondary level administrators and teachers.

The lack of differences found between administrators'
ratinge when grouped by type of school assignment indicate that
neither classroom instructional demands nor the proficiencies of
typical beginning teachers related to standardized and competency
testing programs vary among rural, urban, and suburban schools.
This finding would suggest that teachers' basic testing ckills
and tezchers' nzeds of these skills do not vary by school setting
and would tend to support the contention by university educatsrs
that the knowledge and skills addressed in preservice tests ana
measurements training are sufficiently generic to be applicable
to various school settings. e

The administrators tended to rate nearly all classroom

instructional needs for the competency (mastery) testing prograc
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higher than the teachers' classroom instructional needs for
standardized testling. Perhaps this greater emphasis upon
classroom instructional needs in the competency programs simply
reflects its closer integration of testing and instruction.
Similarly, the competency items more closely associated with the
actual instructional process within the purchased tests section
of the assessment instrument teénded to be rated as haviag higher
needs (e.g., use of scores to assess,day-to-day curriculum, using
scores in assessing reading and related deficiencies, and
counseling students on the basis of test results) as compared to
the ratings of the need for the less instructionally related
items (e.g., administratioq of standardized tests and
interpreting reliability and validity of standardized tests).
Likewise, the discrepancies between need ratings and proficiency
ratings were greater for most of tne competency testing program
items than for the standardized testing items, and were greater
for the competency items more closely associated with the
instructional process than for those competency items less
closely assnciated with the instructional process within the
standardized tests section.

It was also found that the larger discrepancies identified
between classroom needs and teachers' proficiencies more
frequently resulted from administrators' higher classroom

instructional need ratings for certain competencies rather than

fa\e
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from administrators' relatively lower ratings of beginning
teachers' proficiencies for a particular competency. As a
consequence, it may behoove preservice and inservice teacher
trainers to simultaneously coﬁsider téaﬁhérs' needs for various
testing competencies as well as teachers' relative proficiency

levels in these competencies in their instructional planning.
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1
Table 1 1
|
|

Administrators' Rating Means of the Need and Proficiency of Beginning Teachers' Testing

Related Competencies with Discrepancy Between Means, Discrepancy Rank, and t Ratio

— . . - - h&ting-Heans- _ Mean- -Rank Order
) of
Purchased Tests & Scores _N*  Need Proficiency Discrepancy Discrepancy t pkk
1, Admin. atandardized tests 520 3.56 2.95 =.61 15 13.23 ,000
2, Interpret rel. & validity 517 3.36 2.51 -.85 14 17,23 .000
3. Interpret types of scores 520 3.72 2,58 -1.14 10.5 22,17 .000
4. Report scores to student
and parents 520 4.07 2.84 -1.23 8 25,89 ,000
5. Counsel students from |
scores 521 3.84 2,70 ~1.14 10.5 24,46 000
6. Scores to identify
deficiencies 523 4,19 2,82 ~1.37 5 30.00 .000
7. Interpret profiles/charts 523 3.80 2,69 -1.11 12 23.8% .000
8. Scores to assess daily
curriculum 522 3,80 2.58 -1.22 9 24,03 ,000
9. Prepare students for tests 521 3,82 2,73 <1.10 13 22.45 .000
Cocbined Items 498 3.80 2,72 -1.08 .- 30.16 .000

Mastery Testing Programs

1. Scores direct individual 174 4,45 2,87 -1,58 1 20,56 ,000

instruction
2. Interpret criterion scores 173 4,18 2,77 -1l.41 4 17.98 .000
3. Write mastery tests 172 4,12 2.66 -1.46 2 17,00 ,000
4, Prepare students minimum

skills 173 4,22 2.91 -1.31 6 16.73 .000
5. State skills and objectives 173 4.36 2,93 -1.43 3 19.03 ,000
6. Assessment of mainstreamed

students 170 4,02 2,76 ~1.26 7 15.97 ,000

Combined 1tems 162 4.22 2,82 <140 - 20,71 ,000

*The number of administrators' responses for the mastery (competency) testing program
section was much smaller as the respondents were directed to respond to this section

only if they had such programs operating in their school(s).

*ip's of ,000 are to be interpreted as less than .0005.
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Administrators' Needs and Proficiencies Rating Means for Beginning Elementary, Middle, and

Secondary Teachers' Purchased Testing Competencies and Related F Values*

NI . Competencies

1.
2,
3.
4,

Admin, ctandardized tests
Interpret rel, & validity
Interpret types of scores

Report scores to student
and parents

Counsel students from scores

Scores to identify
deficfencies

Interpret profiles/charts

Scores to assess daily
curriculum

Prepare students for tests

Total Combined Items

Competencies

1,
2.
3.
4.

9.

Adcin, standardized tests
Interpret rel. & validity
Interpret types of scores

Report scores to student
&nd parents

Counsel students from scores

Sccres to identify
deficiencies

Interpret profiles/charts

Scores to assess daily
curriculum

Prepare students for tests

Totzl Combined Items

Elem.
3.98
3.59
3.99

4.33
3.95

4,38
4.11

3.99
4.00

4,04

Need Rating Means

Middle:

3.50
3.37
3.79

4.00
3.91

4.20
3.67

3.80
3.79
3.77

Secondary

3.17
3.19
3.43

3.81
3.61

3.96
3.48

3.54
3.63
3.53

Proficiency Rating Means

3.19
2.56
2.68

2.98
2.87

3.13
2.87

2.72
2.92
2.85

2.86
2.56
2.78

2.66
2.72

2.86
2.74

2.47
2.71
2.72

2.75
2.47
2.62

2.79
2.65

2,69
2.61

2.60
2.6
2.65

F pk*
30,52 .000
6.03 .003
16.62 .000
13.85 »000
5.94 .003
11.58 .000
21.04 .000
9.43 .000
7.00 .001
23.07 .000
12.22 .000
.52 «597
.86 425
1.95 A
2.02 «134
4.98 .007
4,24 .015
3.19 042
6.74 .001
4,31 014

N = 423, elementary 162, middle school 76, and secondary school 185.

*Ratings on Mastery Testing Program items did not differ significantly by grade level

assigmment of the administrators for either the needs or proficiency rating.

*p's of .000 are to be interpreted as less than .0005.
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Table 3

Principais'® and Supervisors' Rating Means for Beginning Teachers' Testing and

Nontesting Competencies

Relative Proficiency Rating Items* Principal Supervisor Combined t¥*

1, Relative to knowledge of their subject
areas, beginning teachers' test and

evaluation competencies are... 3.03 2,87 2.95 2.47

2. Relative to their other professional
education competencies, such as planning,
discipline, etc., beginning teachers'

test and evaluation competencies are... 2,96 2,81 2.89 2,34

3. Relative to their overall competencies as
educators, beginning teachers' test and

evaluation competencies are... 2,93 2,73 2,84 3.34

-

*Ratings were recorded via a five point Likert-type scale, 5 (well above average),
4 (somewhat above average), 3 ( average), 2 (somewhat below average), and

1 (much below average)

**Ratios for t comparisons between the principals' and superviscrs' rating means

014

.020

.001
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Tadble &4
Supervisors' and Principals' Rating Means for Beginning Teachers' Testing Competency Needs

and Proficiencies

Needs Proficiencies
Purchased Test Competencies Prin. Super. t P Prin. Super. t P
1. Admin. standardized tests 3.49  3.64 -1.66 .10 2,90 3.01 ~1.49 .14
2, Interpret rel. & validity 3.33 3.35 -.09 .85 2.54 2.46 1.10 .27
3. Interpret types of scores 3.67 3.75 -.96 .34 2.65 2.47 2,54 ,01
4. Report scores to student
and parents 4.02 4,08 -.81 .42 2.87 2,80 96 .34
5. Counsel students from
scores 3.78 3.88 =1.23 .22 2.73 2.65 1,09 .27
6. Scores to identify
deficiencies 4,11  4.25 -1.94 .05 2.85 2.77 1,15 .25
7. Interpret profiles/charts 3.67 3.92 -3.13 .00 2.75 2,62 1.91 .06
8. Scores to assess daily
curriculum 3.69 3.89 ~2.47 .01 2.65 2.48 2,38 ,02
9. Prepare students for tesis 3.73 3.90 ~2.26 .02 2.78 2.67 1.49 .14
Combined Items 3.73 3.85 -1.90 .06 2.76 2.66 1.68 .09
Mastery Testing Competencies
1. Scores direct individual
instruction 4.37  4.53 -1.51 .13 2.92 2.83 «76 45
2, Interpret criterion scores 4.07 4.31 -2.02 .05 2.82 2,73 +70 49
3. Write mastery tests 4,09 4.1 -.15 .88 2.71 2,61 +80 .42
4, Prepare students minimum
skills 4,22 4.20 .21 .83 2.89 2.93 =40 .69
5. State skills and objectives 4.30 4.40 -.91 .36 2.95 2,91 .39 .69
6, Assessment of mainstreamed
students 3.98 4.03 =43 .67 2.84 2,68 1.29 .20
Combined Items 4,17  4.25 -.81 .42 2.85 2.79 +60 .55

N = 542, principals = 313, supervisors = 229
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